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1. Introduction
　　In an extensive reading program, the top priority is voluntary, 
self-selective reading by the learners, as reflected in Krashen (2004)’s 
term for extensive reading, free voluntary reading (FVR). Day and 
Bamford (1998) also dicuss the difference between extensive and 
intensive reading by pointing out that in successful ER programs, 
“[s]tudents select what they want to read and have the freedom to stop 
reading material that fails to interest them” (p. 8).
　　This does not mean, however, that previous researchers have 
neglected the importance of the teacher’s role in ER programs. On the 
contrary, many of them have emphasized its significance. For example, 
Hill (1992) writes that “the better you know your students, the better 
you can help them, because you will know which ones need gentle 
encouragement and which need firm discipline, which are good at 
reading and which find it difficult, …” (p. 133). He shows how, in this 
light, to monitor students’ reading and match titles with readers. Day 
and Bamford (1998) point out in their “10 principles of ER” that “the 
teacher is a role model of a reader for students―an active member of 
the classroom reading community, demonstrating what it means to be a 
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reader and the rewards of being a reader” (p. 8).
　　Moreover, researchers who have stressed the importance of 
Sustained Silent Reading (henceforth SSR) insist that effective SSR 
programs require teachers to observe students’ reading (what books 
they read, how they read them and whether they enjoy them), and give 
them appropriate advice on their choice of classroom reading (Day 
& Bamford, 2002; Kobayashi, Kawachi, Fukaya, Sato & Tani, 2010; 
Krashen, 2004, 2011; Takase 2010, 2012a, 2012b; Takase, Kanda, 
Nishizawa & Otsuki, 2011; Sakai & Kanda, 2005). Pilgreen (2000) 
declares that “[o]ne way that students were encouraged was by the 
involvement of teachers with them in sharing and discussing books” (p. 
12).
　　On the basis of these previous studies, there would seem to be 
no doubt that provision of reading guidance by the teacher is crucially 
important to encourage learners to continue reading and to be good 
readers. But how effective is it in fact? No figures or statistics have 
been provided to prove its effectiveness, and the detailed descriptions 
of how learners react to the teacher’s guidance have not been provided 
in sufficient quantity (Yoshizawa, Takase & Otsuki, 2013). Reading 
guidance from a teacher can be interpreted as intrusive. That is, students 
might stop reading when they feel that their reading is being meddled 
with by others, especially by their teacher. It is therefore necessary to 
empirically examine whether guidance from a teacher contributes to 
positive change in students’ attitudes towards reading.
　　Reeve, Deci and Ryan (2004) point out that “the removal of 
structure” or a lack of control over students’ behavior “yields not an 
autonomy-supportive environment but, instead, one that is permissive, 
indulgent, or laissez-faire” (p. 50). They go on to insist: 
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[A]utonomy support and structure work well together because 
structure facilitates in students an intention to act, while autonomy 
support allows those formulated intentions to be self-determined 
and coordinated with one’s inner resources. (p. 52)
　　On the basis of this argument, we can expect that free voluntary 
reading and reading guidance from the teacher function well together to 
produce autonomous readers in ER programs. 
　　To address the issues raised above, the following research questions 
are investigated in this paper: 
1. Does guidance from a teacher make a difference in students’ 
attitudes towards reading?
2. Does it affect their enjoyment of reading?
2. Preliminary survey on the participants
　　The participants in this study were 46 first year students in two EFL 
classes at a private university in an urban area in Japan. They elected 
to take an ER course titled “Active Reading: Enjoy Reading Books in 
English” as one of their compulsory English courses.
　　The English proficiency of the participants was relatively high.
At the beginning of the course, they took a cloze test provided by the 
Edinburgh Project for Extensive Reading (EPER) (Hill, 1992). Figure 
1 shows the EPER test level range of the participants. Levels F, G and 
the lowest level, H, are considered the “elementary” levels. C, D and E 
are “intermediate” and A, B and the highest level, X, are “advanced”. 
Figure 1 shows that the participants’ levels were ranged from E to A. 
This means that they were intermediate and advanced learners.
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　　In addition, the pre-course questionnaire shows that the participants 
were mostly book-lovers. Table 1 shows the mean scores for the 
students’ responses to the pre-course questionnaire. They responded on 
a five-point Likert-type scale (1:strongly disagree, 2:disagree, 3:cannot 
decide, 4:agree, 5:strongly agree).
 
0 0 0
6
16 16
6
2
0
H G F E D C B A X
Figure 1. Level range of the EPER test (N=46)
Table 1 
Pre-course questionnaire on reading books in Japanese and English
Pre-course questionnaire items M SD 
I enjoy reading books in Japanese. 4.50 0.66 
Of all English studies, I like reading best. 4.07 0.68 
A Japanese book has had a great impact on me. 3.89 1.08 
I found an English book interesting. 3.63 1.06 
I enjoy reading English books. 3.40 0.78 
Reading English books is my hobby. 2.30 0.79 
I cannot find an English book that matches my interests. 3.18 0.83 
I can choose English books appropriate for my level. 2.24 0.82 
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　　As seen in Table 1, the mean scores for the questionnaire items, 
“I enjoy reading books in Japanese” (4.50), “A Japanese book has had 
a great impact on me” (3.89), “I found an English book interesting” 
(3.63), and “I enjoy reading English books” (3.40) were quite high. This 
shows that the participants were interested in reading books in both 
Japanese and English, even before participating in this program. Thus, 
it can be said that they were already sufficiently motivated to read at the 
beginning of the course.
　　On the other hand, note last two items in Table 1. The mean 
scores for these items, “I cannot find an English book that matches my 
interests” and “I can choose English books appropriate for my level,” 
are 3.18 and 2.24 respectively. This means that not a few participants 
lacked confidence in ability to select interesting English books which 
were appropriate for their English level. In other words, across both 
questions, only six to seven participants out of 46 answered that they 
had confidence in their ability to choose a book that was right for them 
at the beginning of the course, even though they had high English 
proficiency and high motivation. 
　　The fact that so many participants felt uncertainty about their book 
choice implies that reading guidance from a teacher would be useful to 
change this situation. Under careful reading guidance, students might 
learn how to choose books that would be interesting for them so that 
their enjoyment of reading in English would increase.
3. Method
3.1 Procedure
　　This ER program was implemented in a one-year English course 
consisting of 23 sessions of 90-minute apiece. Basically, the Start with 
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Simple Stories (SSS) method (SSS Eigo Gakushū-hō Kenkyū-kai, 2005; 
Furukawa, 2010; Takase, 2012b) and SSR method were introduced. 
Students’ starting levels were decided according to their EPER scores; 
most students started reading from the graded readers first, and when 
they found the graded readers too easy or boring, they were encouraged 
to read easy authentic materials and then to move up to more difficult or 
substantial books.
　　Besides engaging in 30-45 minutes of SSR a day, students also 
participated in reading activities designed to teach them how to enjoy 
reading books. These activities occupied an important place in the 
reading guidance model used in this program; the details will be 
explained in 3.2.2.
　　Reading outside classroom was also recommended strongly by 
the teacher. Students were not only expected to read extensively and 
autonomously outside classroom, but also assigned reading homework 
four times through the course.
3.2 Materials
　　The classroom library for this program included two kinds of 
materials: 1) graded readers (simplified materials) from series such 
as Foundation Reading Library by Cengage, Macmillan Readers by 
Macmillan, Oxford Bookworms by Oxford and Penguin Readers by 
Pearson Longman; and 2) books for native English readers (authentic 
materials) including books for children and teen-agers, best-sellers for 
adults, and classic literature. In addition, students had easy access to the 
university library, which contained a great number of graded readers and 
other unsimplified English books suitable for ER. 
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3.3 Reading guidance
　　The reading guidance implemented in this program consisted 
of two elements. The first was the provision of careful, continual 
guidance to participants on their book choices. The second was the 
implementation of reading activities using literary texts as reading 
guidance for the participants on various types of reading.
3.3.1 Careful guidance on book choice
3.3.1.1 Gathering information on the participants 
　　First of all, the researcher asked the participants questions about 
their reading habits, hobbies, interests, needs, and requests related to the 
program in the pre-course questionnaire (Figure 2). 
　　Questions 6, 7 and 8 asked the participants about their previous 
experiences abroad, hobbies, interests, and future goals/dreams. This 
allowed the researcher to get a sense of what was important to the 
students at the start of their freshman year, and recommend books that 
would be relevant to them. Questions 11, 13, 15, 16, and 17 concerned the 
participants’ reading history, Question12 their level of interest in reading 
books, and Questions14 and 18 what they would like to read. The answers 
to these questions provided the researcher an abundance of information to 
give appropriate guidance on the participants’ book choice.  
　　Questions 9 and 19 asked the participants why they had taken 
this course; the answers revealed that there were two types of readers 
in the classroom: the book-lovers, who answered, “I took this course 
because I like reading books,” and the practical readers, who answered, 
“I took this course because I want to improve my reading ability.” For 
the former group, the content or quality of a book was as important as 
its English level. Sometimes, the researcher advised these students to 
choose a book that seemed like it could really inspire them, even if its 
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Pre-course Questionnaire 2011 
Information gathered here will be used for your reading guidance. 
ID No.   Name 
1. High school          2.  Age 
3. TOEIC/TOEFL/Eiken (English Proficiency Test) score 
4. E-mail address 
5. Languages you are learning now other than English 
6. Your experience abroad (Where? How long?) 
7. Your hobbies/interests 
8. Your future goals/dreams 
9. Why did you take this course? 
10. Do you take English courses or lessons on or off campus? Yes / No 
If yes, write the name of the course or lesson. 
11. Have you ever taken an extensive reading course or lesson before? Yes/No 
If yes, when and where? 
12. How many books do you read a week on average? 
13. Did any member of your family read to you when you were a small child?  
Yes/No If yes, when and what kind of books? 
14. What kind of books do you like to read? (ex. detective stories, fashion magazines,  
comics, etc.)  
15. Write the title of a book you recently read. 
16. What is the most interesting book you have ever read? Why? 
17. Have you ever read an English book? Yes/No  
If yes, write the titles of those books, as many as you can remember.  
18. If you could easily read anything in English, what would you like to read? 
19. What do you expect to learn in this extensive reading program? 
 Figure 2. Questionnaire items concerning the participants’ reading habits in the 
pre-course questionnaire (1)
level was a little high, and allowed them to use a dictionary if they found 
its vocabulary difficult. In contrast, the researcher advised the students 
in the latter group to read as many short, easy books as possible.
　　In each case, however, the point was to help students to find their 
own best way to continue reading and encourage them to read a large 
number of books by the end of the year.
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3.3.1.2 Adjusting EPER levels
　　The next step was to check whether the students’ EPER levels were 
appropriate. As mentioned before, the students’ starting levels were 
decided according to their EPER placement test scores.However, the 
researcher noticed that EPER levels were not necessarily appropriate to 
assess these Japanese students’ reading proficiency because they were 
not used to the cloze test as an assessment method, which negatively 
affected their scores, as Takase (2012b) points out. Therefore, the 
researcher allowed the students to adjust their starting levels. The 
participants were told to read a few graded readers at their respective 
starting levels to see whether they enjoyed them. If they were not 
comfortable with their assessed starting level (that is, if they found the 
books too easy or too difficult), they were advised to choose books of 
lower or higher levels.
3.3.1.3 Student-teacher conferences
　　In the middle of the spring semester, the researcher had 10-minute 
student-teacher conferences in the corner of the classroom, while other 
students were reading. The purpose of the conferences was to have a 
casual, face-to-face talk with each participant about what they were 
reading and what they wanted to read. Using the information provided 
by the pre-course questionnaire, the researcher gave them advice on 
book choice and recommended some books to them.
3.3.1.4 Communication sheet
　　The most useful device implemented for reading guidance was 
a communication sheet (See the sample sheet in Appendix A). The 
idea came from Kobayashi (2010)’s “reading planning and reflection 
sheet.” At the end of every session, the students were told to fill in 
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and submit the communication sheet. They were encouraged to write 
any comments on class activities, books they were reading, questions, 
or requests. At the beginning of the next session, they got their 
communication sheet back from the teacher with her comments/advice/
book recommendations/cautions, as appropriate, so that they could use 
that informationin choosing their next book.
　　By means of the communication sheet, the students’ reading 
progress could be monitored closely. Complaints, dissatisfaction, and 
confusion could be handled immediately, and their enjoyment, thrills, 
and tears could also be shared on the spot with the teacher. Moreover, 
the communication sheet also helped students engage in self-monitoring, 
which has been shown to promote learner autonomy (Hiromori, 2006, 
2010).
3.3.2 Reading activities using literary texts
　　The second part of the reading guidance approach implemented 
was the reading activities using literary texts. As stated above, these 
activities were designed to introduce the participants to ways of helping 
themselves enjoy reading books more. The key, as pointed out by 
Rosenblatt (1978), is to help students realize that reading a book is not a 
passive, but an active process: 
Just as a knowing is the process linking a knower and a known, so 
a poem should not be thought of as an object, an entity, but rather 
an active process lived through during the relationship between a 
reader and a text. (pp. 20-21)
　　Also, this approach can help the act of reading become more 
reader-oriented, as Iser (1978) argued: 
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What is missing from the apparently trivial scenes, the gaps arising 
out of the dialogue―this is what stimulates the reader into filling 
the blanks with projections. He is drawn into the events and made 
to supply what is meant from what is not said. What is said only 
appears to take on significance as a reference to what is not said; …. 
(p. 168)
According to Iser, it is the reader who fills the blanks arising out of the 
text and completes it.
　　Then, why literature? Previous researchers pointed out the 
difference between literary discourse and non-literary discourse. 
Literary discourse often looks or sounds weird and unusual because it is 
“foregrounded” (Leech, 1969).
Just as the eye picks out the figure as the important and meaningful 
element in its field of vision, so the reader of poetry picks out the 
linguistic deviation in such a phrase as ‘a grief ago’ as the most 
arresting and significant part of the message, and interprets it by 
measuring it against the background of the expected pattern. (p. 57)
　　Further, literature includes metaphors containing “considerable 
divergence between signification (meaning as elements of the code) 
and value (meaning in contexts of use)” (Widdowson, 1975, p. 83). 
Consequently, readers, feeling disoriented and uncomfortable in the face 
of literary discourse, are enticed to stop and think, “What is it? What 
does this mean?” This spontaneous questioning or curiosity within them 
excites their interest and leads to “defamiliarization” (Miall & Kuiken, 
1999).
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… for literary readers, attention is captured and held, and, for a 
moment, familiar and conventionally understood referents seem 
less familiar, as though there is something “more” to them than 
can be immediately grasped (defamiliarization). In response, as 
readers reflect on the implications of a defamiliarizing expression, 
their interpretive effort modifies or transforms their conventional 
concepts. Such reinterpretation usually follows an interval 
during which readers search (not necessarily consciously) for an 
appropriate context within which to locate or generate such new 
understanding. (p. 4)
　　This modification or transformation can be described as a 
breakthrough experience (Uchida, 2008). A breakthrough gives the 
readers a new perspective on reading as an active, reader-oriented, and 
enjoyable process.    
　　Figure 3 shows the literary texts and reading activities implemented 
in the present study to promote active, reader-oriented reading among 
the participants. (2)
Texts (Authors) Activities 
The Giving Tree  
(Shel Silverstein) 
Text is read aloud by the teacher with music. 
Write comments in English. 
The last letter of Virginia 
Woolf 
Text is read aloud by the teacher with music. 
Read the letter carefully, using a dictionary. 
Watch the opening scene of the movie,  
The Hours, in which this letter is used. 
Write a farewell letter in English. 
Narrative of the Life of  
Frederick Douglass,  
an American Slave 
(Frederick Douglass) 
Intensive reading of Chapter 1. 
Translation. 
Peer review of translations. 
Group discussion. 
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3.4 Data collection
　　Questionnaires (Appendices B & C) were administered at the 
beginning and at the end of the course. In both, the participants were 
asked to respond to questions on a five-point Likert-type scale to see if 
their attitudes towards book choice and reading books had changed due 
to the reading guidance they had received from the teacher/researcher.
　　In the pre-course questionnaire, they were also asked questions 
about their reading habits as shown in Figure 2. The answers were used 
to give them appropriate reading guidance as explained in section 3.3.1.1. 
　　In the post questionnaire, they were asked to provide comments on 
the teacher’s book recommendations, the student-teacher conferences, 
the communication sheets, and the in-class reading activities using the 
literary texts.
　　Questionnaire questions and instructions were written in Japanese 
to avoid any misunderstanding. Students’ comments were originally 
wrtten in Japanese and translated by the researcher.
Texts (Authors) Activities 
“A Small, Good Thing” 
(Raymond Carver) 
Intensive reading of the last five paragraphs of the 
story. 
Infer what happened before. 
Write your inference in English. 
Share your inference with peers. 
Short stories 
Choose one of the stories the teacher recommends 
“Super-Frog Saves Tokyo” (Haruki Murakami) 
“Cat in the Rain” (Ernest Hemingway) 
“The Garden Party” (Katherine Mansfield) 
“Desiree’s Baby” (Kate Chopin) etc. 
Shared Reading 
 Figure 3. Reading activities and the literary texts used in them
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4. Results and discussion
4.1 Reactions to the teacher’s reading guidance 
　　The participants’ reactions to reading guidance provided by the 
researcher at the student-teacher conferences and on the communication 
sheets are shown in Table 2. The mean scores for three questionnaire 
items were 4.00, 3.74, and 3.52, respectively. 
Table 2
Participants’ reactions to reading guidance
Questionnaire items M SD 
Was the student-teacher conference useful? 4.00 0.82 
Was the communication sheet useful? 3.74 0.80 
Do you want the teacher to recommend books to you? 3.52 0.96 
 
　　Figures 4 and 5 show that 80 % of the participants answered 
“strongly agree” or “agree” (4 or 5 on the Likert-type scale) to the 
question, “Was the student-teacher conference useful?” and 70% 
responded positively to the question, “Was the communication sheet 
useful?” When we look at their comments more closely, we see that 67 
% answered that they got useful advice on what books to read or on how 
to read them at the teacher-student conferences, while 33 % answered 
that they got the same kind of advice on the communication sheets (Table 
3).
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Figure 4. Participants’ reactions to the teacher-student conference
Figure 5. Participants’ reactions to the communication sheet
 
 
80%
13%
7%
Was a teacher-student 
conference useful?
Strongly agree + agree
Cannot decide
Disagree + strongly diagree
 
 
70%
22%
8%
Was a communication 
sheet useful?
Strongly agree + agree
Cannot decide
Disagree + strongly diagree
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　　These results show that the provision of reading guidance by the 
student-teacher conferences and communication sheets had a positive 
effect that was relatively consequential. Here are some examples of 
specific comments:
• Without the teacher’s recommendations, I wouldn’t have read 
those books. They broadened my horizons.
• The teacher’s guidance was the best and easiest way to know 
what kind of book I like best.
• The teacher’s guidance encouraged me to start reading 
unabridged, “real books,” instead of graded readers.
　　Figure 6 supports these comments.To the question, “Do you 
want the teacher to recommend books to you?” 60% answered that 
they welcomed the teacher’s book recommendations. Another 28% 
(13 participants out of 46) answered that they “could not decide,” but 
12 of the 13 answered that they wanted to read both books of their 
own choice and those recommended by the teacher. This means that 
85% (39 participants out of 46) held positive attitudes towards book 
recommendations by the teacher.
Table 3
Number of participants who got advice on what/how to read from the teacher 
(N=46)
Did you get useful advice? No. (%) 
At teacher-student conferences 31 (67%) 
On communication sheets 15 (33%) 
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4.2 Reactions to the reading activities using literary texts
　　The participants’ reactions to the reading activities using literary 
texts are shown in Table 4. 
Figure 6. Participants’ reactions to the teacher’s book recommendations
Table 4
Participants’ reactions to the reading activities using literary texts
Reading activities M SD 
“A Small, Good Thing”: Read Aloud by the teacher 4.16 0.67
The last letter of Virginia Woolf: Reading and movie 4.07 0.70
The last letter of Virginia Woolf: Read Aloud by the teacher 4.05 0.79
The Giving Tree: Read Aloud by the teacher 4.04 0.73
“A Small, Good Thing”: Reading and making inferences 4.00 1.00
Shared Reading of stories recommended by the teacher 3.95 0.90
“A Small, Good Thing”: Share inferences with peers 3.90 1.04
Frederick Douglass: Peer review of students’ translations 3.72 0.91
Frederick Douglass: Translation 3.69 0.90
The last letter of Virginia Woolf: Write a farewell letter 3.30 1.01
 
 
60%
28%
12%
Do you want the teacher 
to recommend a book?
Strongly agree + agree
Cannot decide
Disagree + strongly diagree
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　　The scores are relatively high. The participants exhibited an 
especially strong preference for reading aloud as an activity (4.16, 4.05, 
4.04). Intensive reading, for which the text employed was the “last 
letter” of Virginia Woolf, and making inferences in Raymond Carver’s 
story, “A Small, Good Thing,” were also favored (4.07, 4.00). Judging 
from the results presented in Table 4, it can be said that the participants 
enjoyed these reading activities using literary texts. However, whether 
the enjoyment came from the specific activities or from the texts 
themselves cannot be determined on this basis.
　　Thus, figure 7 illustrates how the participants responded to the 
literary texts used in the reading activities.
Figure 7. Participants’ comments on the literary texts
In all, 41% of the participants made positive comments on the literary 
texts, 24% made negative comments, and 22% made both positive and 
negative comments. All the negative comments focused on the difficulty 
 
 
41%
24%
22%
13%
Participants’ comments on 
the literary texts
Positive comment only
Negative comment only 
Positive +negative comment
Neither of them
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the literary texts
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Neither of them
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of reading literary texts; no other negative aspect was mentioned. Those 
who made both positive and negative comments said that the literary 
texts were difficult but still worth reading. The researcher quotes some 
of those comments below: 
• I found the literary texts difficult, but they were well worth 
reading. I would not have read them if they had not been an 
assignment. Now, I am glad I read them.
• I thought some expressions were hard to understand, but 
the grammar was not too difficult. I found the literary texts 
profound. 
• Some parts were not easy to understand, but each text had its 
unique attractiveness. 
• They were difficult, but I felt a sense of accomplishment when I 
finished reading them.
• They seemed difficult at first, but turned out to be so much fun.
　　On the basis of these comments, we can assume that the literary 
texts caused the participants to stop and think,“What is this? What 
does it mean?” when they began to read, and gradually to discover 
the virtues of this kind of reading. In other words, it can be surmised 
that the difficulty or weirdness the students found in the literary texts 
triggered their motivation and inspired active reading to bridge the gap 
between the literary discourse and the other discourses they were used 
to encountering in their reading. 
　　It is also possible to argue that the literary texts assigned by 
the teacher worked as a structure which “facilitat[ing] in students an 
intention to act” and that the subsequent reading activities, such as 
writing something freely, engaging in a group discussion, or sharing 
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ideas with their peers, worked as “autonomy support” which “allows 
those formulated intentions to be self-determined and coordinated 
with one’s inner resources.” (Reeve, Deci, & Ryan, 2004, p. 52) This 
explains why the participants had favorable reactions to the reading 
activities using literary texts even though many of them regarded them 
as difficult. Their enjoyment, as shown in Table 4, can be interpreted as 
a result of the right combination of literary texts and activities, in other 
words, of structure and autonomy support. 
　　In total, 65% of the participants discovered virtues in the reading of 
literary texts. It is worth mentioning as well that the students registered 
features like style (“the style was sophisticated”), lexical level (“reading 
literary texts increased my vocabulary”), and profundity and elusiveness 
(“reading literary texts stirred my imagination,” “I found many elusive 
expressions in literary texts, which made it difficult for me to understand 
what the authors meant).
4.3 Change in the participants’ attitudes
　　Next, we turn our attention to how the participants’ attitudes 
towards choosing books and reading books in English changed over the 
course of the study. The results of pre- and post-course questionnaires 
are shown in Table 5. 
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　　For the first questionnaire item, “I can choose English books 
appropriate for my level,” mean scores rose by .89 with statistical 
significance. Similarly, for the second item, “I cannot find an English 
book that matches my interests,” the score dropped by .56 with statistical 
significance. This indicates that the participants gained confidence in 
their ability to find English books that match their interests and their 
English level.
　　The students’ attitudes towards reading books in English also 
changed positively. The results for the next four items asking about 
reading enjoyment indicate that the participants’ enjoyment increased. 
In the item, “I have ever found an English book interesting,” positive 
responses increased by .80 with statistical significance. Mean score 
Table 5
Change of attitudes towards choosing books and reading books in English 
(N=46)
Questionnaire items 
pre post  
M SD M SD t 
I can choose English books according to my level. 2.24 0.82 3.13 0.75 -6.08 **
I cannot find an English book that matches my 
interests. 3.18 0.83 2.62 0.96 3.46 **
I have ever found an English book interesting. 3.63 1.06 4.43 0.54 -6.00 **
Reading English books is my hobby. 2.29 0.79 2.70 0.90 -3.83 **
I enjoy reading English books.  3.40 0.78 3.60 0.84 -1.59  
An English book has changed my view of life and 
the world.  2.22 0.92 2.57 1.00 -2.15 *
I don’t care the content of an English book as long 
as I can enjoy reading English language. 2.22 0.89 1.74 0.80 3.38 **
Of all English studies, I like reading best. 4.07 0.68 4.09 0.69 -0.22  
I like English. 3.22 1.21 3.39 1.29 -1.83  
I want to read more English books.  4.15 0.56 3.76 0.77 3.20 **
*p<.05  **p<.01 
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increases with statistical significance were also seen for the items 
“Reading English books is my hobby” and “An English book has 
changed my view of life and the world,” enabling us to assume that not 
a few students experienced breakthroughs while reading and they found 
in the act of reading something special for them.
　　Attention should be paid to the difference between the results for 
the items, “I have ever found an English book interesting” and “I enjoy 
reading English books.” For the former, the mean score jumped by .80, 
while there was only a .20 increase and no significant difference for the 
latter. This indicates that although reading English books was not always 
enjoyable for the participants, they generally read at least one English 
book that spoke to their interests. This in turn implies that the students 
became aware of the simple fact that an interesting book is interesting 
and a boring one is boring, regardless of the language.
　　This interpretation is supported by the results for the next three 
items. For the item, “I don’t care about the content of an English book 
as long as I can enjoy reading English language,” the score dropped by 
.48 with statistical significance, while the items “Of all English studies, 
I like reading best” and “I like English” seem static, although the scores 
were not low. This suggests that the participants came to focus more on 
the content of English books than before, but the favorability of their 
attitude towards English did not much change. This seems to imply that 
they learned that the enjoyment of reading does not come from reading 
in English per se but from the content of the book, regardless of whether 
it “happens to be” written in English. It can be probably said that this 
discovery will lead them to greater fulfillment in the act of reading. 
　　There is one concern that should be mentioned regarding the 
participants’ responses to the last item, “I want to read more English 
books.” The mean score dropped by .39 with a significant difference. 
－ 103 －
The Effect of Reading Guidance in an Extensive Reading Program
Though neither the pre- nor the post-score (4.15 and 3.76 respectively) 
were low, the decrease indicates the possibility that the participants’ 
interest in reading English books waned after a year of extensive reading 
with intensive guidance. Or it could be that whatever hunger they felt 
for English books had been fulfilled by reading a sufficient amount of 
them and they felt “stuffed” at the end of the program, ready to move 
on to something new or at least take a rest. Regardless, if we look at this 
finding from another perspective, the post-score of 3.76 implies that not 
a few participants were still motivated to read more English books even 
after a year of concentrated ER. 
4.4 The year’s achievements 
　　Last of all, the achievements of the year of an ER program with 
intensive reading instruction are shown in Table 6. The average number 
of words read was about 370,000 words, amounting to 34 books on 
average. 370,000 words is not a large number as a goal of extensive 
reading when compared to 500,000 words per year (Nation, 2009) or 
1,000,000 words (Sakai, 2002). On the other hand, Nishizawa, Yoshioka 
and Itoh (2006) report that students’ reading style changes when they 
read as little as 200,000 words. In light of the cancellation of five 
classes (because of the Great East Japan Earthquake and Tsunami of 
March 2011 and the subsequent electric-saving measures implemented 
by the university), an average of 370,000 words in 23 weeks was not a 
bad result. The participants also spent an hour per week on autonomous 
outside reading, as well as hours of outside reading for homework. This 
indicates that their high motivation for reading at the beginning of the 
program was maintained.
　　In addition, pre- and post-test results for the EPER test showed 
a score increase of 3.61, which is statistically significant. This result 
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supports the assertion that there was a positive influence of extensive 
reading on the participants’ English proficiencyin this program.
Table 6
The year’s achievements (N=46)
 Results (average) 
Total number of words read 369,824 words
Total number of books read 34 books
Reading time for homework outside classroom hours 1.75 hours/week
Reading time for autonomous reading outside classroom hours 0.95 hours/week
EPER test score 
76.7 (pre) →80.3(post)
(+ 3.61)**
   **p<.01  
 
5. Implications and limitations
　　In response to the research questions set by this study, it can be 
said that two types of reading guidance provided by the teacher makes 
a difference in students’ attitudes towards reading in English. The 
reading guidance increased the participants’confidence in their book 
choice and also their enjoyment of reading. Further, is also helped them 
to some extent to identify English books that would lead to reading 
breakthroughs.
　　With regard to the effect of using literary texts as reading guidance, 
we have seen that it increased students’ enjoyment of reading (as shown 
by their reactions, presented in Table 4 and Figure 7). However, it has 
not been clearly shown that there is a correlation between the use of 
literary texts and this increase of enjoyment. To determine whether 
there is such a correlation, the next step will be to carry out a study with 
an experimental group that engages in reading activities using literary 
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texts and a control group that reads non-literary texts such as newspaper 
articles.
　　On the basis of the findings and their implications as discussed 
above, the researcher concludes that reading guidance by the teacher is 
indispensable for a successful ER program. Teachers should actively 
recommend books that they feel can help their students achieve reading 
breakthroughs. Also, teachers need not hesitate to implement reading 
activities using literary texts in an ER program. It can be said at least 
that they would not decrease students’ enjoyment of reading.
Notes
(1) This is based on the questionnaire used in Kobayashi et al. (2010).
(2) The details of these reading activities and students’ reactions to them can 
be found in Fukaya (2012).
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Appendix A: Communication sheet sample from a 2011 ER class
(It was originally written in Japanese and translated by the researcher.)
Name (a female student)            Student ID               
Your goal for the spring semester:  700,000  words  
 I want to read the whole Harry Potter series. 
 
  Write your comment on today’s activity or on the 
book you’re reading now. Any question, request, 
etc. 
Teacher’s comment 
1 4/25 Placement test (EPER test)  
2 5/2 I love Harry Potter, so I want to read all of them! 
Hope I can enjoy them. 
You can reach 700,000 
words if you read them 
all.
3 5/9 Want to read another book by H. G. Wells again, so 
going to borrow his book today. May I start reading 
Harry Potter when I finish 10 books at level 5?
Of course! Do finish all 
of them first. 
4 5/16 I’ve chosen a long book! But it looks interesting. I’ll 
try my best to read it soon.
Books of level 5 are 
long. Good luck!
5 5/23 I’m going to try Harry Potter vol.1 again. (When I 
read it a long time ago, I didn’t understand English 
and tried to remember the Japanese translation.) 
It’s an achievement if 
you can read it through 
to the end. 
6 5/30 No class (cancelled for a school annual event) 
7 6/6 Harry Potter was well worth reading! Its level was 
also appropriate for me. I’m wondering if I should 
move on to vol.2 now or a little later…. 
Now that you’ve 
finished vol.1, keep on 
reading at the same 
level.
8 6/13 I finished one-third of another book, but gave it up 
cause it’s boring. I can’t find an interesting book….
That’s a problem. Come 
and consult me at once! 
9 6/20 The book you recommended (The Borrowers) looks 
interesting. I want to raise my level so that I can read 
Harry Potter easily.
We have Howl in our 
library, too, though its 
level is quite high.
10 6/27 I just want to read them just like a piece of cake (ha 
ha ha). I’ve been busy with tests but want to finish 
The Borrowers ASAP. 
Did you enjoy it? How 
was it different from the 
movie? 
11 7/4 No class (cancelled due to the electricity 
restrictions) 
 
12 7/11 I haven’t watched Arriety yet. I enjoy the detailed 
description of the borrowers’ furniture and clothes, 
but I need a dictionary to understand them. I want to 
read the sequel, too. Do you have it?  
Too bad that I couldn’t accomplish my goals (level 
and reading amount) of the spring semester.
I’ll buy the sequel at 
once. Let’s go for 1 
million words by the 
end of fall semester! 
13 7/18 No class (cancelled due to the electricity 
restrictions) 
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Appendix B: Pre- and post-course questionnaire items related to book choice 
and enjoyment of reading.
They are based on the questionnaires used in Takase (2007) and Kobayashi et al. 
(2010). 
• Of all English studies, I like reading best.
• Reading in English is my hobby.
• I enjoy reading English books.
• I cannot find an English book that matches my interests.
• I do not care about the content of an English book as long as I can enjoy 
reading it.
• I found an English book interesting.
• An English book has changed my view of life and the world.
• I want to read more English books.
• I enjoy reading books in Japanese.
• A Japanese book has had a great impact on me.
• I like English.
• I can choose English books appropriate for my level.
Appendix C: Post-course questionnaire items related to reading guidance 
provided, the communication sheet, the reading activities, and the achievements 
of the year.
They are based on the questionnaire items used in Kobayashi et al. (2010).
• The student-teacher conference was useful.
  • Write any comments you have on your response to the question above.
• The communication sheet was useful.
  • Write any comments you have on your response to the question above.
• I want the teacher to recommend a book.
  • Write any comments you have on your response to the question above.
• I found a book recommended by the teacher interesting.
  • Write the title of this book. Why did you find it interesting?
• Did you enjoy the following reading activities?
a. Read Aloud 
 (1) The Giving Tree
 (2) The last letter of Virginia Woolf
 (3) “A Small, Good Thing”
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b. Reading of the last letter of Virginia Woolf and viewing of the opening 
scene of the movie, The Hours
c. Writing a farewell letter in English, using Woolf’s letter as a model.
d. Translating Chapter 1 of Narrative of the Life of Frederick Douglass
e. Peer review of the translations
f. Making inferences, using “A Small, Good Thing”
g. Sharing the inferences
h. Shared Reading using short stories selected by the teacher
• What activities did you enjoy most? (Multiple answers allowed.) Write your 
comments about the activities you chose.
• We used literary works in the reading activities. What did you think of them?
• Is it useful for you to do reading activities in class? Yes/No Why?
• Write the number of words you read in a year.
• Write the number of books you read in a year.
• How many hours a week did you read books in English for homework 
outside classroom hours during this course?
• How many hours a week did you read books in English for your own 
pleasure outside classroom hours during this course?
